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A number of in-depth research studies have been undertaken to date which explore many 
aspects of Transition Year from numerous different perspectives (Smyth et al. 2004; ISSU 
2014; Jeffers 2007; Jeffers 2010). Significant links exist between the Transition Year 
programme and the guidance service at second level as the overarching aims of both are 
grounded in a similar philosophy, each striving to foster the personal, social, vocational and 
career development of students (DES 2005; DES 1993). This study concentrates on one post-
primary school and aims to examine teacher and Guidance Counsellor perceptions of the 
value of the Transition Year (TY) programme in promoting the personal and social, 
educational and career development of students and the role of the subject teacher, the 
Guidance Counsellor and management in this regard. The literature review considers policy 
and theory pertaining to the research topic. This includes an exploration of the concepts of 
personal, social and career development within extant literature as well as policies and 
theoretical perspectives on various aspects of the Transition Year programme and the 
guidance service within the context of the Irish Education System. A qualitative approach 
underpins this study. The data was gathered using semi-structured, one-to-one interviews. 
Subsequently, the researcher used Braun and Clarke’s (2006) six-phase process of thematic 
analysis to analyse the data. Two overarching themes were found: 1.Key areas of 
development in Transition Year students and 2. Personal, social and career development in 
Transition Year-a whole school approach? Within each theme a number of sub-themes 
emerged. Findings from this study suggested that the TY programme is highly valued in 
relation to the development of a number of key skills amongst students. However, more can 
be done to clarify the role of the subject teachers, Guidance Counsellor and management 
within a whole school approach (WSA) to the delivery of personal, social and career 
development. Finally, findings from this study will help inform future recommendations for 
policy and practice in relation to a WSA to supporting students in the development of their 







Table of Contents 
Declaration ................................................................................................................................. i 
Acknowledgements .................................................................................................................... ii 
List of Tables and Figures ...................................................................................................... iii 
List of Figures .......................................................................................................................... iv 
List of Appendices ..................................................................................................................... v 
Glossary .................................................................................................................................... vi 
Abstract .................................................................................................................................... vii 
 
Chapter 1-Introduction ........................................................................................................... 1 
1.0    Introduction ....................................................................................................................... 1 
1.1    Background and Justification for the Research Study ....................................................... 1 
1.2    Positionality of the Researcher ......................................................................................... 2 
1.3    Aims, Objectives and Research Questions ....................................................................... 2 
1.4    Research Methodology ..................................................................................................... 3 
1.5    Structure of the Dissertation ............................................................................................. 3 
 
Chapter 2 – Literature Review ............................................................................................... 5 
2.0    Introduction ....................................................................................................................... 5 
2.2    The Transition Year Programme in context ...................................................................... 7 
2.2.1  Perceived value of the Transition Year programme in promoting the personal, 
social,    and career development of students ................................................................. 7 
2.3    A Whole School Approach ............................................................................................... 8 
2.3.1 A Whole School Approach to Transition Year ..................................................... 8 
2.3.2 A Whole School Approach to guidance................................................................ 9 
2.4    Linking Transition Year and Guidance........................................................................... 11 




Chapter 3: Methodology........................................................................................................ 12 
3.0    Introduction ..................................................................................................................... 12 
3.1    Research Questions ......................................................................................................... 12 
3.2    Research Design.............................................................................................................. 12 
3.3    Participant Sampling ....................................................................................................... 14 
            3.3.1 School profile and research participants background ......................................... 14 
3.4    Ethical research ............................................................................................................... 15 
            3.4.1 Ethical considerations in the recruitment of research participants ..................... 16 
3.5    Data Collection - The Interview ..................................................................................... 16 
3.6    Data Analysis .................................................................................................................. 17 
3.7    Reliability and validity issues ......................................................................................... 19 
3.8    Reflexivity....................................................................................................................... 21 
3.9    Conclusion ...................................................................................................................... 21 
 
Chapter 4: Findings ............................................................................................................... 22 
4.0    Introduction ..................................................................................................................... 22 
4.1    Study Findings ................................................................................................................ 22 
4.2    Theme 1: Key areas of development in Transition Year students .................................. 23 
            4.2.1 Maturity and Focus ............................................................................................. 23 
            4.2.2 Collaboration and communication skills ............................................................. 24 
            4.2.3 Increased self-awareness ..................................................................................... 24 
            4.2.4 Teacher-student relationship ............................................................................... 25 
4.3    Theme 2: Personal, social and career development in Transition Year-a whole school 
approach? ................................................................................................................................. 25 
            4.3.1 Role of the subject teacher - creating opportunities ............................................ 25 
            4.3.2 Role of the Guidance Counsellor – Focus on career development ..................... 27 




Chapter 5: Discussion ............................................................................................................ 30 
5.0    Introduction ..................................................................................................................... 30 
5.1    The perceived value of the Transition Year programme in the promotion of the personal 
and social, educational and career development of students. .................................................. 31 
5.2    Perceptions of the role of management in supporting the personal and social, 
educational and career development of Transition Year students ........................................... 37 
5.3    Conclusion ...................................................................................................................... 38 
 
Chapter 6 Conclusion ............................................................................................................ 39 
6.1    Overview of findings ...................................................................................................... 39 
6.2    Strengths and limitations of the study ............................................................................. 40 
6.3    Areas for consideration ................................................................................................... 41 
            6.3.1 Considerations for policy .................................................................................... 41 
6.4    Reflexivity in Relation to Personal Learning.................................................................. 42 
6.5    Conclusion ...................................................................................................................... 42 
 
Reference list .......................................................................................................................... 43 













The purpose of this chapter is to introduce the topic under investigation in this research study. 
Firstly, the context and justification for the study are outlined and the positionality of the 
researcher is specified. This is followed by a description of the aims, objectives and the 
research methodology which underpin this study. This chapter concludes with a structured 
plan for the dissertation.  
1.1 Background and Justification for the Research Study 
This study aims to examine teacher and Guidance Counsellor perceptions of the value of the 
Transition Year (TY) programme in promoting the personal and social, educational and 
career development of students in one post-primary school and the role of the subject teacher, 
the Guidance Counsellor and management in this regard.   
First introduced in 1974 as the Transition Year Project, this optional one-year programme 
was designed to prepare students for transition to the labour force, develop the social and 
self-awareness of students as well as promote positive relations between teachers and 
students (Egan and O’Reilly 1977). The current overarching aim of the Transition Year 
programme is to “promote the personal, social, educational and vocational development of 
pupils and to prepare them for their role as autonomous, participative, and responsible 
members of society” (DES 1993). Though the programme is quite unique to the Irish 
Education system (Smyth et al., 2004), an initiative which is similar to the Irish Transition 
Year has been established in South Korea and its development is being informed by Ireland’s 
experience with TY (Clerkin 2019b). TY acts as a bridge between Junior Cycle (JC) and 
Senior Cycle (SC) and depending on the school policy, the programme can be optional or 
mandatory for students (DES 2019).  Individual schools have autonomy to design their own 
Transition Year programme to meet the needs of their own students however this must be 
done in line with the Transition Year Programmes- Guidelines for Schools (DES 1993). 
Differences in the implementation of TY amongst schools has been well documented by 
Jeffers (2007; 2010; 2011; 2019) and such differences have been perceived by the researcher 
during her experience of working with Transition Year students in a number of different 
schools throughout her career to date. As evident in the mission statement of the school in 
which the research study takes place, the school culture is anchored in providing students 
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with a learning environment that “promotes the educational, emotional, spiritual, 
psychological and moral welfare of each student” (School Website Mission Statement). 
Similar to the philosophy of the TY programme, guidance in second level schools 
encompasses “three separate, but interlinked, areas of personal and social development, 
educational guidance and career guidance” (DES 2005, p.4). As the researcher is currently a 
trainee guidance counsellor, the similarities between the mission of TY and that of the 
guidance service fuelled her decision to focus this study on the fostering of these areas of 
development within the Transition Year programme.   
1.2 Positionality of the Researcher  
Positionality is the practice of the researcher outlining his or her own position in relation to 
the study in order to make transparent how this may influence the research process (Savin-
Baden and Major 2012). Sultana (2007) emphasises the importance of identifying and 
acknowledging the positionality of the researcher when conducting ethical research as this 
may influence how much and what kind of data is collected (Salda a 2011). In this research 
study, the researcher is a trainee guidance counsellor and a post-primary teacher of French 
and Irish and is currently working with all year groups including Transition Year students in 
the school in which the study takes place. In her experience of working with TY students in a 
number of different schools over the past fourteen years, the researcher had perceived the 
numerous benefits of the programme to student’s holistic development. Moreover, it became 
apparent to the researcher that her role with students often reached far beyond the parameters 
of her individual subject area. Owing to the fact that the researcher has had many years’ 
experience of working with Transition Year students, she remained cautious of a risk of 
interpreting the data in light of her own views (Brink 1993). It was imperative for the 
researcher to understand her positionality in the research, accept her subjectivity on the topic, 
and how it may impact the interpretation of data and findings (Thomas 2017). Therefore, the 
researcher adopted a reflexive approach throughout her research to address any potential bias 
and ensure validity (Etherington 2004; Creswell 2013). This reflexive approach will be dealt 
with in more detail in Chapter 3.  
1.3 Aims, Objectives and Research Questions  
The overarching aim of the research study is to explore teacher and Guidance Counsellor 
perceptions of the value of the Transition Year (TY) programme in promoting the personal 
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and social, educational and career development of students in one post-primary school and 
the role of the subject teacher, the Guidance Counsellor and management in this regard.   
The study also has a number of principal objectives. Firstly, the researcher intends to 
critically review existing policy and literature relevant to personal, social and career 
education. Following this, the study aims to collect and analyse the perceptions of a number 
of Transition Year teachers as well as the Guidance Counsellor in relation to the research 
topic. An analysis of the overall findings will identify links between the Transition Year 
Programme and the guidance programme at second level. Finally the researcher intends to 
identify areas for consideration in the future planning of the Transition Year programme and 
the guidance service.  
The research questions underpinning this study are as follows: 
1. What is the perceived value (from a teacher and guidance counsellor perspective) of 
the Transition Year programme in the promotion of the personal and social, 
educational and career development of students in one post-primary school?  
2. What are teacher’s and the Guidance Counsellor’s perceptions of their role in 
cultivating the personal and social, educational and career development of Transition 
Year students?   
3. What are teacher’s and the Guidance Counsellor’s perceptions of the role of 
management in supporting the personal and social, educational and career 
development of Transition Year students?   
1.4 Research Methodology 
A qualitative approach, which facilitated the objectivity of the researcher (Thomas 2017), 
underpins this study as it aims to explore the value that teachers place on the Transition Year 
programme in the fostering of student’s personal, social and career development.  
The data was gathered using semi-structured, one-to-one interviews allowing the research 
participants to draw upon their own personal experiences of their involvement with the TY 
programme. Subsequently, the researcher used Braun and Clarke’s (2006) six-phase process 
of thematic analysis to analyse the data.  
1.5 Structure of the Dissertation 




Chapter 1: Introduction: The first chapter introduces the research study. Firstly, it outlines 
the context and justification for the study and addresses the positionality of the researcher. 
The aims, objectives and research methodology which underpin this study are presented. 
Finally, a plan for the dissertation is outlined.  
 
Chapter 2: Literature Review: The literature review considers policy and theory pertaining 
to the research topic including definitions of personal, social and career development as well 
as policies and theoretical perspectives on various aspects of the Transition Year programme 
and the guidance service within the context of the Irish Education System.  
 
Chapter 3: Methodology: This chapter presents the research questions and the chosen 
paradigm and framework of the study. In includes a discussion on participant sampling, 
ethical issues, data collection and data analysis. Issues of validity, reliability and reflexivity 
are also addressed in this chapter.   
 
Chapter 4: Findings: This chapter presents the main findings of the research project and are 
presented in the form of themes and sub-themes as identified by the researcher.  
 
Chapter 5: Discussion: This chapter critically analyses the key findings of the study in 
relation to extant policy and literature in the field. 
 
Chapter 6: Conclusion: The concluding chapter summarises the overall findings and 
conclusions within the context of the aims and objectives of this study. The strengths and 
limitations of the study are highlighted and the researcher proposes areas for consideration 
for future policy and practice. The chapter concludes with an examination of the reflexivity 













Chapter 2 – Literature Review 
2.0 Introduction 
The aim at the core of this research project is to examine teacher and Guidance Counsellor 
perceptions of the value of the Transition Year (TY) programme in promoting the personal 
and social, educational and career development of students and the role of the subject teacher, 
the Guidance Counsellor and management in this regard. The first section of this chapter will 
contains a review of how the concepts of personal, social and career development are defined 
and described in extant literature and how they feature in Irish educational curriculum 
policies and guidelines. Section 2 will focus on the Transition Year programme. The place of 
the programme within the context of the Irish Education System will be discussed and the 
researcher will explore some of the key findings emerging from studies regarding perceived 
benefits of the programme. Section 3 of this chapter will focus on the concept of a Whole 
School Approach as a model for the implementation of both the Transition Year programme 
and the guidance service at post-primary level and will contain an examination of the role of 
the Guidance Counsellor, subject teachers and management in this regard. Finally, in section 
four links between the WSA to Transition Year and the whole school approach to guidance 
will be identified.  
 
2.1 Personal, social and career development: theoretical perspectives and curriculum 
context 
 
2.1.1 Theoretical perspectives: 
Firstly, in relation to personal and social development, explicitly defining these concepts 
poses somewhat of a challenge as “there is no comprehensive theoretical structure which has 
considered all the known variables involved in personal-social development” (Norman and 
Tomlinson 1959, p. 197). It is suggested that personal development and social development 
are intertwined, that personal development cannot be considered separately from social 
(Norman and Tomlinson 1959).  This interdependence of these competencies is a notion 
which is supported by Spence (2003) who postulates that social competence results from an 




Like personal and social development, some career development theories suggest that 
vocational development relies heavily on social interaction. Social constructivism suggests 
that knowledge is constructed as a result of interaction and dialogue with others resulting in 
the topic being more clearly understood (Pritchard 2018). Bassot et al. (2014) postulate that 
in the Career Learning and Development (CLD) model, knowledge about careers is socially 
constructed  “through participation in activity and in interactions with a variety of people 
(including career professionals, employers, teachers, parents, peers and so on)”( p.5).  
Moreover, they stress the importance of the development of a person’s self-awareness in 
CLD and postulate that young people should be encouraged to participate in a variety of 
activities in which they can tell their stories and thus see their future possibilities more 
clearly. Likewise, the DOTS Model (Law and Watts 2003) proposes that the development of 
the student’s self-awareness, a sense of themselves involving an exploration of their 
strengths, abilities, interests, personal aspirations is central to career learning and 
development. Theoretical perspectives on the concepts of personal, social and career 
development suggest therefore that the three areas are intertwined and interdependent.  
 
2.1.2 Curriculum context: 
The 1998 Education Act (Section 9c) states that principals and teachers “shall contribute, 
generally, to the education and personal development of students” (Government of Ireland 
1998).  The significance of fostering personal and social, educational and career development 
is evident in numerous current curriculum guidelines including the new JC, the SPHE 
curriculum for Senior Cycle (NCCA 2017; NCCA 2011) as well as the Leaving Certificate 
Applied programme (DES/NCCA 2000). Similarly, the focus of the Transition Year 
programme as outlined in the Department of Education and Skills’ guidelines for 
implementation of TY (DES 1993) points towards the promotion of “the personal, social, 
educational and vocational development of pupils” (p.3). Likewise, guidance in second level 
schools encompasses “three separate, but interlinked, areas of personal and social 
development, educational guidance and career guidance” (DES 2005, p.4). Within the 
policies outlined above, there is an emphasis on supporting students towards developing a 
greater sense of self-awareness. Undoubtedly, such a focus is paramount as adolescents 
require a great deal of support during a time in which, as Erikson (1963) postulates, they 





2.2 The Transition Year Programme in context 
The first stage of post-primary education in Ireland consists of a three-year junior cycle (DES 
2019). The Junior Certificate which was first introduced in 1992, is currently being replaced 
by Junior Cycle Assessments and Examinations, which have been gradually introduced since 
2014. Reforms to the JC were announced based on “a need for fundamental changes in our 
approach to curriculum and assessment” (DES 2015b, p.1).  The Framework for Junior Cycle 
outlines the provision of a “broad and balanced educational experience” (DES 2015a, p.25), 
to help students to achieve the main objectives of the JC and to develop the necessary 
knowledge and skills that will enable them to progress to senior cycle education (DES 2019). 
The final two years of SC education sees students taking one of three programmes: the 
Leaving Certificate Established (LCE), the Leaving Certificate Vocational Programme 
(LCVP) or the Leaving Certificate Applied (LCA) (DES 2019), each leading to a State 
Examination. The current review of senior cycle is exploring the learning experiences of 
students in order to inform future curriculum reforms that meet the needs of all SC learners 
(NCCA 2019). Following the completion of junior cycle, many students have the option of 
undergoing Transition Year thus extending the duration of senior cycle to three years. 
Though the Transition Year programme allows students to enter into a three-year senior 
cycle, it is stated unequivocally that TY is not part of the Leaving Certificate programme and 
should, in the absence of examination pressure, support an educational experience that 
promotes personal, social, educational and vocational development of students (DES 1993).  
2.2.1 Perceived value of the Transition Year programme in promoting the personal, 
social, and career development of students 
A number of in-depth research studies have been undertaken to date which explore many 
aspects of Transition Year from numerous different perspectives (Smyth et al. 2004; ISSU 
2014; Jeffers 2007; Jeffers 2010). This section of the dissertation focuses predominantly on 
key findings which have emerged from research portraying the perceived value of the TY 
programme in cultivating the personal and social, educational and career development of 
students from the perspective of management and teachers. Smyth et al. (2004) found that 
management viewed TY as “very successful in promoting the personal development of the 
student, facilitating social skills development and providing students with guidance in terms 
of subject choice” (p.138). Moreover, teacher’s opinions on Transition Year also highlighted 
the success of the programme in enhancing the self-confidence and social competencies of 
students and teachers were able to easily differentiate between students who had completed 
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the programme and those who had not. Similarly, teachers reiterated the benefits of the 
programme in supporting students vocational and career development through engaging with 
a broader array of subjects and gaining practical work experience. Notwithstanding the clear 
positive perceptions emerging from the case study schools, some teachers perceived the 
programme as being unsuccessful due to a lack of interest on the part of the students (Smyth 
et al. 2004). The perception of those teachers was that the success of TY often depends on the 
student’s willingness to fully engage with the programme. This idea is echoed by Clerkin 
(2019a), who found that teachers observations often indicate that students have the potential 
to extract valuable personal, social and vocational development from the TY programme 
once the student themselves are willing to fully engage with the course. Jeffers (2007) reports 
how teachers recognize the benefits of the programme to young people, particularly 
concerning their personal and social maturity, giving students a broad educational experience. 
Conversely however this report also identified the potential impact of the ethos of a school on 
the delivery of the Transition Year programme particularly where a school may have a strong 
academic emphasis. In such cases, the weight placed on the academic performance of 
students may impede the emphasis placed on the personal and social dimensions of 
Transition Year by management and teachers alike (Jeffers 2007).   
2.3 A Whole School Approach  
2.3.1 A Whole School Approach to Transition Year 
 
A whole school approach to Transition Year is recommended (DES 1993) and schools have 
autonomy and flexibility in the design of its own TY programme which suits the needs of its 
students and takes into account the array of possibilities on offer in the wider school 
community (DES 2020). In order to give focus and direction to the design and 
implementation of a valuable programme, Moynihan (2015) highlights the need for strong 
collaboration and teamwork amongst those who have responsibility for Transition Year 
within the school advising the use of detailed guidelines (DES 1993) underpinned by four key 
layers produced by the Department of Education to facilitate this approach. Additionally, the 
Transition Year guidelines recommend that the programme be co-ordinated by a core team 
who are “committed to the philosophy and aims of the programme” (DES 1993, p.6).  
Despite the focus of the Transition Year programme on “education through experience of 
adult and working life as a basis for personal development and maturity” (DES 1993, p. 3), 
there is no explicit reference within the guidelines to the Guidance Counsellor or the role of 
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the Guidance Counsellor within the WSA approach to TY. It is suggested however that 
“Guidance should be both integrated into the programme as a whole and treated as a specific 
component.” (DES 1993, p.9). Regarding the role of regular subject teachers, they are 
charged with delivering curriculum content in their subject area, which caters for the personal 
and social development of the student (DES 1993). The NCCA (2008) handbook aims to 
support teachers in the development of Transition Year Units of Learning which reflect the 
ethos of Transition Year by “giving particular attention to students’ personal and social 
development” (NCCA 2008, p.7).  
Regarding the role of management, the Transition Year guidelines suggest that management 
should involve the entire school staff in setting appropriate goals and defining objectives to 
ensure the implementation of an efficient and effective Transition Year programme which 
adequately promotes the personal, social, educational and vocational development of  
students (DES 1993). Schools are given significant freedom to design a TY programme 
which is suited to the specific needs of the students (Jeffers 2010).  Jeffers’ (2007) report on 
the attitudes of Transition Year highlights how schools in the study planned the Transition 
Year programme to align with the ethos of their school. One example of such congruent 
planning resulted in a Transition Year programme which was geared strongly towards the 
academic achievement of the students with less of an emphasis on social and personal 
development (Jeffers 2007). Moreover, Jeffers (2010) also suggests that school 
management’s own beliefs regarding the value of TY influences how the school embraces the 
programme. Furthermore, he identifies how the history of the Transition Year programme in 
a school can have a significant influence on how the programme is currently ran (Jeffers 
2007). If the Transition Year programme is to fulfil its aims of delivering an education which 
has an emphasis on personal and social competence, self-directed learning and experiential 
learning, it relies heavily on the backing of management in gearing it towards the holistic 
development of students (Jeffers 2007; 2010).  
2.3.2 A Whole School Approach to guidance 
As set out in the 1998 Education Act (Section 9c), students are entitled to “appropriate 
guidance to assist them in their educational and career choices” (Government of Ireland, 
1998). The integrated holistic model of guidance in Ireland (Hearne et al. 2016) endeavors to 
offer students a variety of different learning experiences and to promote self-management 
skills leading to effective decision-making (DES 2005). The holistic approach emphasises 
both the social and personal aspects of guidance as well as educational and career 
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development while the integrated method sees guidance delivered through a whole school 
approach (Hearne et al. 2016). The provision of guidance in this manner is somewhat unique 
to the Irish Education System as it represents “a compromise between the American model 
which emphasises personal counselling and the European model which almost exclusively 
focuses on the narrower concept of career guidance” (Ryan 1993, p. 63).  Each member of 
the whole school community has a significant part to play in the whole school collaborative 
approach to guidance and it is the duty of the Guidance Counsellor to lead, coordinate and 
deliver this whole school guidance programme in partnership with the whole school 
community (NCGE 2017b). Undoubtedly, the role of school management is very significant 
and incorporates “the deployment of resources to support the school’s guidance programme” 
(DES 2009, p.6). NEPS (2010) set out a continuum of support model for schools in which the 
needs of the students are met from a WSA to guidance involving a combination of group and 
one to one approaches. Due to the specialist training of the Guidance Counsellor, their role in 
this regard is of central importance (DES 2009, IGC 2012). The NCGE (2017b) framework 
places both the Guidance counsellor and school management at the centre of the continuum 
of support model and subject teachers are also identified as having an important place in the 
provision of Guidance for All as well as Guidance for Some. Guidance for All facilitates 
students’ development in eight areas of competence within three areas of learning – 
“Developing Myself, Developing My Learning and Developing My Career Path” (NCGE 
2017b, p.18), where the Guidance Counsellor, subject teachers and management are all 
identified as playing an important role. Similarly, Guidance for Some which is provided to 
support specific groups of students, mainly those who are making transitions requires the 
input and collaboration of members of the whole school including the Guidance Counsellor, 
management, members of the student support team, year heads, class tutors, SPHE teachers, 
and the School Chaplain (NCGE 2017b). Finally, students who require additional and more 
intensive support may be considered within the framework of “Guidance for a Few”. Such 
students may avail of “the expertise of specialised school staff including the guidance 
counsellor, and other school staff who have been trained in meeting the needs of vulnerable 
students and those who may have additional needs” (NCGE 2017b, p.13).  As some students 
within this framework may also require the support of external agencies, management, the 
Guidance Counsellor and other staff members may also have an advocacy or referral role to 
play in relation to these particular students.   
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2.4 Linking Transition Year and Guidance 
A number of significant links between the Transition Year programme and the guidance 
service at second level have been identified from the analysis of policy and theory relating to 
both areas. Firstly, it was established that the ethos of both of these services is anchored in 
the personal, social, vocational and career development of students (DES 2005; DES 1993). 
Additionally, a whole school collaborative approach to both Transition Year and the 
provision of Guidance at second level is recommended (DES 1993; NCGE 2017b). Policy 
documents relating to both Transition Year and the Guidance service highlight the key role of 
subject teachers in the holistic development of students, as they support student’s personal 
and social development in the delivery of their specific subject area (DES 1993) thus playing 
a vital role in the delivery of Guidance for All (NCGE 2017b). Schools have autonomy in the 
deployment of resources to the guidance service (DES 2009) and how these resources are 
deployed is dependent on the value that management places on the provision of guidance in 
schools (Hearne 2016). Similarly, as significant independence is granted to school 
management to co-ordinate their own Transition Year programme, the value placed by 
management upon both the Transition Year programme can also significantly influence how 
it is implemented in the school (Jeffers 2010).  
 
2.5 Conclusion 
Firstly in this chapter the concepts of personal, social and career development were examined 
through a theoretical lens before their context in Irish educational policies and guidelines was 
examined. Following this, the Transition Year programme was contextualised within the Irish 
Education System and the researcher examined some of the key findings which have emerged 
from former studies on the programme. This was followed by a discussion on the Whole 
School Approach to the Transition Year programme and the guidance service at post-primary 
level and the role of the Guidance Counsellor, subject teachers and management in this 
regard. Finally, important links between the WSA to Transition Year and the whole school 





Chapter 3: Methodology 
3.0 Introduction  
This chapter will firstly address the research questions as well as the chosen paradigm and 
framework used in the study. This will be followed by a brief outline of the school profile and 
a discussion on participant sampling. Ethical issues which required attention during the study 
including the ethical recruitment of research participants will be explored before considering 
the areas of data collection and data analysis. Following this, issues of validity and reliability 
will be presented as well as a discussion on reflexivity in the study.  
3.1 Research Questions 
This study aims to firstly explore teacher and Guidance Counsellor perceptions of the value 
of the Transition Year (TY) programme in promoting the personal and social, educational and 
career development of students as it is implemented in one post-primary school. Additionally, 
the study aims to identify teacher’s and Guidance Counsellors’ perceptions of their role in 
this regard.  In light of these aims, the research questions are as follows: 
1. What is the perceived value (from a teacher and guidance counsellor perspective) of 
the Transition Year programme in the promotion of the personal and social, 
educational and career development of students in one post-primary school?  
2. What are teacher’s and the Guidance Counsellor’s perceptions of their role in 
cultivating the personal and social, educational and career development of Transition 
Year students?   
3. What are teacher’s and the Guidance Counsellor’s perceptions of the role of 
management in supporting the personal and social, educational and career 
development of Transition Year students?   
3.2 Research Design 
The researcher followed an interpretivist (qualitative) approach to this study. Lambert (2012) 
postulates that an interpertivist approach to research is suitable when the researcher believes 
reality is not something which is external to us but rather it is internal, that whether or not 
something is ‘real’ depends on how people perceive it. Cohen et al. (2018) suggests that 
qualitative research regards people as “meaning-making beings who actively construct their 
own meanings of situations” (p.288). Similarly, Check and Schutt (2011) postulate that 
educational reality, when regarded through an interpretivist lens, is socially constructed and 
based on one’s own preferences and prejudices.  In relation to this investigation, the 
13 
 
researcher believed that what is ‘real’ for each individual teacher’s lived experience of their 
role in the personal, social and career development of Transition Year students depends on 
how they perceive it and therefore amongst teachers, “different ‘realities’ can co-exist” 
(Lambert 2012, p.20).  
 
Notwithstanding the fact that quantitative research offers numerous advantages and can 
support the gathering of accurate and reliable data (Almeida et al. 2017), qualitative inquiry 
aims to “describe, explore and analyse the ways that people create meaning in their lives” 
(Mcleod 2015, p.92). Such an approach gives opportunity to participants to voice their 
experiences and allows the researcher to probe beneath the surface (Cohen et al. 2018). In 
relation to this study, the researcher wishes to give voices to the research participants and 
unearth their individual perceptions which are grounded in their own personal and social 
experience (Smith 2003) of working with Transition Year students in collaboration with other 
members of staff as well as management.  In light of this, the researcher felt that the use of 
semi-structured, one-to-one interviews would best support the exploration and analysis of the 
meaning created by the interviewees of their role and the role of management in the fostering 
of the personal, social and career development of Transition Year students. In this way, the 
participants would draw from their own experiences allowing the researcher to build up 
numerous pictures of the various realities that exist for these participants in relation to the 
research topic.  
 
Although, as discussed, a qualitative approach to this study was deemed most suitable, 
Anderson (2010) acknowledges a number of limitations regarding qualitative research 
including the fact that the volume of data collected via such an approach can make analysis 
time-consuming. Considering that the researcher chose to conduct semi-structured, one-to-
one interviews, she was aware that the analysis of this data would require a considerable time 
commitment. Furthermore, Anderson (2010) also suggests that qualitative research can often 
be less understood and accepted than quantitative research. This may relate to the fact that 
due to the nature of the research “analysis of the findings cannot be extended to wider 
populations with the same degree of certainty that quantitative analyses can” (Ochieng 2009, 
p.17).  Owing to the fact that this study was of a small scale and confined to one post-primary 




3.3 Participant Sampling 
Interview research that is idiographic (small) in nature typically uses a participant sample size 
that is adequately small so that each individual participant in the study has a detectable voice 
(Coyne 1997).  In this case, voluntary participation was sought from five teaching staff 
including the Guidance Counsellor. These five research participants were recruited by means 
of purposeful sampling where each participant was strategically selected (Patton 2002) in 
light of the researcher’s prior knowledge of their significant and varying experiences of 
working with Transition Year students. Unlike convenience or accidental sampling as it is 
sometimes called (Cohen et al. 2018) in which the most conveniently accessible participants 
are selected irrespective of their knowledge about the topic under investigation,  purposeful 
sampling allowed the researcher to select “information-rich cases….from which one can learn 
a great deal about issues of central importance to the research” (Patton 1990, p.46).  In this 
case, the researcher wished to interview those who had the most extensive and diverse 
experiences of working with TY students in order to gain a broad sense of their  perceived 
role in fostering personal, social and career development of Transition Year students .  
3.3.1 School profile and research participants background 
The study takes place in a co-educational post-primary school in the west of Ireland. The 
school has a student population approximately four hundred. The school has a teaching staff 
of thirty-five, thirty-one female, four male. The Transition Year programme was first 
introduced to this school in 1991 and is optional for students. Between forty and fifty students 
generally take up a place on the programme annually.  
 
As the school staff is predominantly female and participants were selected based upon their 
involvement with Transition Year students, the participants of this study comprised of five 
females, four of whom were subject teachers to Transition Year students and one of whom 
was the Guidance Counsellor. The subject teachers were also involved in numerous other 
Transition Year initiatives within the school. The interviewees ranged in age from early 
thirties to early fifties. On average, the research participants had approximately eleven years 
of experience in working with Transition Year students. One teacher reported having fifteen 
years experience of working with TY students, another teacher fourteen years, one teacher 
had twelve years experience, another teacher had ten years experience and one participant 
had four years experience of working with Transition Year students. Table 1 below depicts a 






 Research Participants Information Background 
Pseudonym Helen  Mary  Michelle Anne  Julie  
 




50-55 35-40 30-35 35-40 30-35 
 
Main current 












No. of years 
teaching TY 
15 14 12 10 4 
 
 
3.4 Ethical research 
Conducting research in an ethical manner means considering the effects of the research on 
participants and whether their rights and values are being threatened by the research (Cohen 
et al. 2018).  This research study was guided by sets of principals that ensure ethical research 
practices regarding “competence, multiple relationships, avoidance of harm, confidentiality 
and informed consent” (Hearne 2013, p.6). The Institute of Guidance Counsellors Code of 
Ethics (IGC 2012) and the National Centre for Guidance in Education Research Code of 
Ethics (NCGE 2008) informed the ethical research practices of the researcher throughout the 
research process. 
 
Confidentiality and anonymity are two extremely important ethical considerations when 
protecting your research participants (Cohen et al. 2018). Pseudonyms were used throughout 
the research process (Patton 2002) to protect the anonymity of the research participants. 
Additionally, any identifying features in the collected data were removed from the written 
report and all collected data was securely kept (Landridge 2004). These steps ensured the 
confidentiality and anonymity of the school and all of the research participants and thus 
served to uphold the integrity of this research study.  
16 
 
3.4.1 Ethical considerations in the recruitment of research participants 
Gaining ethical approval to begin an investigation is a key step in the process of conducting 
research (Lambert 2012). Having received this approval from the UL Ethics Committee in 
February 2020, the researcher immediately contacted the gatekeeper (principal) in order to 
gain his consent for the carrying out of the research in his school. Gaining informed consent 
from the gatekeeper and research participants is regarded as being a central element to the 
practice of ethical research (Heath et al., 2007). Firstly, the principal was provided with an 
information letter (Appendix 1) detailing the aim of the study, outlining what was involved 
regarding the interview process, assuring the confidentiality and anonymity of the school and 
of all the research participants as well as the safe and ethical storage of the collected data. 
Following this, the principal was provided with a consent form (Appendix 2) and once 
consent had been gained from the gatekeeper, the researcher proceeded to recruit research 
participants. As ethical research involves “being clear about the nature of the agreement you 
have entered into with your research subjects” (Bell 2005, p.46), the interviewer then 
provided the research participants with information letters pertaining to the research 
(Appendix 3) as well as forms of Informed Consent (Appendix 4). This was done in advance 
of the interview and again at the beginning of the interview process (Patton 2002).  
3.5 Data Collection - The Interview 
This study involved using an exploratory framework. The researcher aimed to capture semi-
structured information on the perceptions of the interviewees based upon their lived and felt 
experiences of working with Transition Year students.  The use of interviewing as a means of 
data collection offered flexibility in this regard. Interviews allowed the researcher to follow 
up ideas with the interviewees as they unfolded during the interview, probe further responses 
and investigate the feelings of the research participants (Bell 2005).   
Landridge (2004) highlights the effectiveness of semi-structured interviews comprising of 
open-ended questions to generate rich data encompassing unforeseen insights and responses 
from the interviewees as they attempt to construct meaning about their lived experiences. The 
semi‐structured interview involves prepared questioning guided by identified themes (Qu and 
Dumay 2011) and in this case, the researcher developed interview questions in line with the 
four research questions which underpin the study. Due to the flexibility offered by the use of 
semi-structured interviews, the researcher was able to use these pre-prepared questions 
(Appendix 5) as well as additional questions which were not be specifically planned in 
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advance (Lambert 2012) and adapt the pace and ordering of questions thus evoking the 
broadest responses from the participants (Qu and Dumay 2011).  
 
Phone interviews are being increasingly used as a means of data collection in research and 
studies completed using phone interviews suggest that the information gathered via telephone 
can be equally as robust as face-to-face interviewing (Block and Erskine 2012). Due to 
restraints imposed by the government as a result of the Covid 19 epidemic in Spring 2020, 
the researcher was unable to interview participants face to face and therefore chose to 
conduct the interviews by phone. Prior to the scheduled interviews, the researcher conducted 
a pilot interview, a necessary preparatory step in the process of conducting effective 
interviews (Merriam and Tisdell 2016). Moreover, the pilot interview was indispensable in 
the case of interviewing by phone as such interviews can result in a loss of nonverbal 
communication to clarify intended messages and thus can cause barriers to communication 
(Block and Erskine 2012). It was essential in this case that the researcher was able to pre-test 
the interview procedure as the order and wording of a number of questions were adapted 
following the pilot interview in order to improve the flow of the interview. Furthermore, it 
was crucial that the researcher prepared well in advance for exactly how to audiotape the 
phone conversations for later analysis (Burke and Miller 2001).  Following the pilot 
interview, a suitable date and time to conduct the phone interviews with each research 
participant was established and phone interviews were audio recorded for later analysis. The 
interviewee’s right to privacy in the research process was observed by ensuring the absolute 
confidentiality of each interview (Bell 2005).  
3.6 Data Analysis 
Following the interview stage, the researcher transcribed all recorded data, which provided an 
accurate record of the interviews for analysis. The transcription of the verbal data from these 
interviews was a time consuming process (Braun and Clarke 2006), yet acted as a key step in 
the data analysis process aiding the researcher to gain initial familiarity with the data 
(Merriam and Tisdell 2016).  
 
Thematic analysis, “a method for identifying, analysing and reporting patterns (themes) 
within data” (Braun and Clarke 2006, p.79), was used by the researcher to analyse the 
collected data from the interviews. Unlike other analytic methods that are theoretically 
bounded such as IPA and grounded theory, thematic analysis is a flexible approach (Braun et 
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al. 2014), which can be used across a range of research questions (Braun and Clarke 2006; 
Braun et al. 2014).  
 
The Braun and Clarke (2006) six phase process of thematic analysis was used in this research 
study. The first step in this process involved the researcher becoming familiar with the data, a 
phase that, as previously discussed was significantly aided by the transcription process but 
also required the researcher to read and re-read the transcribed data (Braun and Clarke 2006).  
The researcher immersed herself in the transcribed data in a mindful way, thinking about how 
the data addressed the research questions underpinning the study and using researcher 
judgement to determine patterns emerging in the data (Braun and Clarke 2006).  Following 
this, the reading became more focussed, and coding began where the researcher separated the 
data into smaller components and began to connect themes and concepts (Gray 2014). Coding 
involved giving a label to each portion of text containing a piece of information relevant to 
the research questions and reapplying the same code to another item of text which reflected 
the same idea (Cohen et al. 2018). An example of this from this research study can be seen in 
Figure 1.1 below. 
 
Fig 1.1: Generating initial codes (Braun and Clarke 2006) 
 
Once this step had been completed, the researcher repeated this process to investigate if any 
other unexpected information from outside the parameters of the research questions emerged. 
The researcher was then able to revisit and collate codes which began to merge into 




Fig 1.2: Forming overarching themes  
 
Following this, emerging themes were reviewed and defined before embarking upon the 
production of a report in which final themes were extracted and analysed (Braun and Clarke 
2006).  
3.7 Reliability and validity issues 
Reliability refers to the extent to which research instruments will produce the same results on 
different occasions (Thomas 2017), and is challenging in qualitative research (Merriam and 
Tisdell 2016). In this study, the researcher wished to explore the topic of Transition Year 
from the perspectives of a number of research participants.  These research participants had 
different professional roles within Transition Year and consequently the interviews were 
structured differently. Since there were many different perceptions and interpretations of 
what is happening regarding Transition Year, ensuring reliability is challenging as it may be 
difficult to create a “ benchmark by which to take repeated measures and establish reliability 
in the traditional sense” (Merriam and Tisdell 2016, p.250). Similarly, regarding validity or 
“the accuracy of findings” (Lecompte and Goetz 1982, p.32), interviews can be highly 
subjective and can pose a danger of bias (Bell 2005). In light of this, a number of strategies 
were employed by the researcher in order to support reliability and validity in data collection.   
Firstly, as the data-gathering instrument of the interviews was the researcher herself which 
can pose a significant risk to validity and reliability (Brink 1993), and as the researcher 
conducted the study in the school in which she is employed, consideration was given to the 
reactivity of the participants (Gray 2014). As the interviews were being conducted, the 
researcher was mindful of how the involvement of the interviewer in the conversation may 
lead participants to withholding or distorting certain information (Brink 1993). In addition, 
the researcher attempted to increase the validity of responses by ensuring that the research 
participants were clear on the purpose and nature of the interview (Lambert 2016). Similarly, 
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throughout the interview process the researcher remained mindful of the threat of being 
drawn into agreement with the interviewees and losing her objective position (Lambert 
2016).  
 
Conducting a pilot interview as was carried out in this research study, can significantly 
support validity in research (Dikko 2016). Moreover, rigor in qualitative research can be 
enhanced via a ‘critical friend’ (Smith and McGannon 2017), and in this research study the 
interview questions were reviewed by the research supervisor prior to the interviews who 
offered critical feedback on the proposed questions. This resulted in the rewording and 
rephrasing of a number of questions making them more open and less likely to encourage the 
response of the interviewee in one particular direction. Moreover, the ‘critical friend’ also 
took part in aspects of data analysis to support “reflection upon, and exploration of, multiple 
and alternative explanations and interpretations as these emerged in relation to the data and 
writing” (Smith and McGannon 2017, p.13). This was important as when one interviewer 
alone conducts a set of interviews, bias may be consistent and go unnoticed (Bell 2005). The 
researcher therefore was challenged to become more aware of her own beliefs and values 
regarding the Transition Year programme as well as those of the research participants in the 
study adding rigor and validity to the research (Etherington 2004).  
The use of audio-recording of the interviews and script transcription by the researcher further 
reduced any threat to internal validity during data analysis (Brink 1993). Participant review 
(Gray 2014), ensured that the views of the participants were being accurately represented by 
the researcher therefore interview transcripts were forwarded to the interview participants for 
review.  
 
Finally, the researcher remained cautious of a risk of interpreting in light of her own views, 
values and experiences of teaching the Transition Year programme (Brink 1993). Ensuring 
validity and reliability in qualitative research involves conducting the investigation in an 
ethical manner (Merriam and Tisdell 2016), and consequently, the researcher adopted an 
ethically reflexive attitude involving “sensitivity, critical thinking and research competence” 




3.8 Reflexivity  
Reflexivity or recognising one’s own potential effect on research findings and making this 
explicit as part of the analytic process (Landridge 2004), is an integral element of ethical 
research. In this study, the researcher is a teacher of Transition Year students and a trainee 
guidance counsellor. She believed from her own experience that TY is extremely beneficial 
to students in relation to personal, social and career education and that teachers play a vital 
role in the education of TY students in these domains. Reflexivity in this research study 
therefore required critical self-reflection on the part of the researcher in order to remain 
mindful of her own perspectives in relation to Transition Year as well as and in contrast to 
the perspectives of the research participants (Patton 2002). The researcher ensured reflexivity 
throughout the research process. Firstly, the use of Thematic Analysis as an analytic method 
teamed with the feedback of a critical friend encouraged the researcher to be reflexive from 
the onset (Braun et al. 2014). Additionally, the researcher kept a reflective journal throughout 
the research process in which her strong views on her own role and the role of others in the 
personal, social and career development of students emerged. Keeping this reflective journal 
encouraged her to step outside of her research and to become a spectator and commentator on 
her own research, helping her to identify and put aside her own preconceptions and 
assumptions regarding different aspects of the Transition Year programme (Braun et al. 
2014).  
3.9 Conclusion  
The underlying research methodology of this study was addressed in this chapter. Firstly, the 
four research questions underpinning this study were presented. The researcher outlined the 
use of the interpretivist (qualitative) approach to the study. The profile of the school was 
briefly outlined and the use of purposeful sampling was discussed as were the ethical 
considerations involved in conducting this piece of research. The use of Thematic Analysis to 
analyse the collected data was addressed and finally issues of validity, reliability and 









Chapter 4: Findings 
4.0 Introduction  
This chapter presents the main findings of the research project. Two overarching themes with 
seven related sub-themes emerged from analysis of the interview data which was conducted 
using Braun and Clarkes (2006) Thematic Analysis method. The first section of the chapter 
identifies these predominant themes and sub-themes which are presented in Table 2. Two 
overarching themes were found: 1.Key areas of development in Transition Year students and 
2. Personal, social and career development in Transition Year-a whole school approach? 
Within each theme a number of sub-themes emerged and these are also specified in Table 2.  
The subsequent sections of this chapter contain discussions of these themes and sub-themes 
and as each is discussed, the researcher has included excerpts from interviews with research 
participants to support the discussion.  
4.1 Study Findings 
The two overarching themes that emerged from the research data were colour coded in the 
interview transcripts in order to aid their identification and they are presented in Table 2 
below with the associated sub-themes.  
Table 2: Key themes and sub-themes identified 
Overarching 
themes: 
1: Key areas of development in 
Transition Year students 
 
2. Personal, social and career development in 
Transition Year-a whole school approach? 
Subthemes:   Maturity and Focus  1:Role of the subject teacher – 
creating opportunities 
 Collaboration and 
communication skills 
 2:Role of the Guidance Counsellor 
– focus on career development 
 Increased self-
awareness 








4.2 Theme 1: Key areas of development in Transition Year students 
This theme expresses the consensus by the research participants that notable differences can 
be seen between students who completed the Transition Year programme and those who did 
not. Four key sub-themes underpinned this theme, which are discussed consecutively. 
4.2.1 Maturity and Focus  
When queried about notable differences in students when comparing students who have 
undertaken TY with those who have not, a strong consensus emerged regarding the increased 
maturity and focus of students who had undertaken Transition Year. The interviewees 
stressed that, in their experience, students mature significantly during TY which directly 
impacts their ability to focus in fifth year. Teacher responses indicated that students “notably 
grow up so much during the TY programme” (Michelle, PE teacher, 12 years teaching TY)
1
 
and added that “the students who did TY are so much more clued in, so much more focussed 
and so much more open to ways and means of getting the material covered”. Similarly, Helen 
(Biology and Agricultural Science teacher, 15 years teaching TY) agreed that students who 
completed TY are “more mature, positive, more amenable to requests. They are instantly 
more focussed on their work and are ready to start work as soon as we start fifth year.” A 
number of teachers referred to the significant difference between what is required of students 
in third year and what is expected of them in fifth year, “It's just a huge jump from third to 
fifth year so I think doing Transition Year is a great way to bridge the gap” (Mary, Business 
Studies teacher, 14 years teaching TY). The general consensus was that Transition Year plays 
a vital role in bridging the gap between JC and SC.  
 
Conversely however, the Guidance Counsellor postulated that undertaking the Transition 
Year programme had little direct impact on the academic engagement of students in fifth year 
stating that “The key factor which will determine a notable difference in how students engage 
with the Leaving Cert is not whether they took part in TY but instead,  the student’s age and 
the level of motivation and determination” (Anne, Guidance Counsellor, 10 years teaching  
TY).  
 
                                                 
1
 The researcher has inserted details of subject(s) taught and number of years’ experience of teaching TY of 
each research participant for the first time a quote appears for that person. Subsequent quotes will contain 
only the pseudonym of the research participant.  
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4.2.2 Collaboration and communication skills 
Another strong sub-theme which emerged in relation to key areas of development among 
Transition Year students related to student’s participation in group work and group projects 
and the opportunities for growth and development which this offered. All research 
participants referred to this matter during the interviews. Teachers suggested that 
participation in group and project work leads to personal development of student’s especially 
in the area of communication skills. Michelle stated that during Transition Year students are 
“given opportunities to get involved with developing their communication skills, interacting 
with others in the school, teachers and students and also engaging with members of the 
community”. Likewise, Helen stated that “We do lots of investigating/ group work so they 
get used to doing experiments as part of a team”. Students increased ability to work 
collaboratively with others having completed Transition Year was a key area of discussion by 
teachers and Mary stated that “students become involved in group work and develop their 
group work skills, they learn how to work with others”. Similarly, Julie (Maths teacher and 
FAI coach assistant, 4 years teaching TY) suggested that during TY students “develop their 
roles within groups and learn to handle different challenging situations. It also provides the 
opportunity for them to work with people other than their friends and they have to learn to get 
on with people they might not even like”.  Another key skill emerging from participation in 
group and project work during TY was an increased ability to take responsibility for their 
own learning. Mary stated, “I would put a lot of responsibility back on the students 
themselves to come up with their own project and to meet a deadline so they learn how to 
take responsibility for their own learning”.  
4.2.3 Increased self-awareness 
According to the analysed interview data, research participants agree that during Transition 
Year students develop their self-understanding and become more self-aware. All of the 
research participants referred to this matter. Firstly, teachers suggested that during TY 
students often discover personal skills and talents that they may not have noticed in 
themselves before. Julie expressed that “Students learn that it is ok to go against the crowd, 
make mistakes and they discover talents or skills they did not know they had”. Similarly, 
Michelle affirmed that “TY opens up their eyes to the skills that they have and to the 
characteristics of their personalities that they might not have seen in themselves before.” 
In addition to developing their self-understanding regarding their skills and talents, teachers  
also suggested that during Transition Year students are afforded the opportunity to  
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try out new subject options and as a result this increases their self-understanding in terms of 
future subject choice. Anne expressed that “Students have a better knowledge of what the  
subject involves at Leaving Cert level as they will have an opportunity to sample it”.  
Moreover, it was Helen’s opinion that many students who do not complete TY “end up  
giving up or switching subjects after a month or two in 5
th
 year, suddenly realising its not for  
them since they didn’t have the benefit of TY to inform their choices”. 
4.2.4 Teacher-student relationship 
Throughout the semi-structured interviews, the majority of research participants expressed 
that due to the flexibility of Transition Year and the lack of exam pressure and exam focus  
during the year, teachers often get the opportunity to get to know their students better.  
One interviewee, Mary, spoke about getting to know the personalities of the students during 
Transition Year voicing that “We get to know the students better this year. It's not just 
studying and learning, we see their personalities really emerge”.  Similarly, teachers also 
expressed that during Transition Year students begin to see the teachers in a different light 
and this allows the student-teacher relationship to develop. Helen stated that when students 
come into Transition Year “they relate to the teacher differently than they did up to Junior 
Cert, they relate to you more positively and they see you from a different perspective, they 
see that you are on their side”.  
4.3 Theme 2: Personal, social and career development in Transition Year-a whole 
school approach?  
The question of a unified whole school collaborative approach to the three dimensions of 
personal, social and career development of Transition Year students emerged in the semi-
structured interviews and is discussed under the following sub-themes: Role of the subject 
teacher, Role of the Guidance Counsellor and Role of Management.  
4.3.1 Role of the subject teacher - creating opportunities 
A key perceived role of the subject teacher in relation to the personal, social and career 
development of Transition Year students which emerged unanimously from the interviews 
was the creation and provision of opportunities for students to develop. According to data 
collected from the research participants, the subject teacher plays a vital role in putting 
students in the way of opportunities that promote personal, social and career development. 
Teacher ingenuity in the creation and delivery of a Transition Year programme that allows 
for personal development emerged as a key area of discussion amongst the interviewees. 
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Michelle asserted that teachers “have such a great opportunity to be creative in terms of 
developing and teaching your own programme and giving students opportunities to 
experience new things and to develop as people”.  The Guidance Counsellor commended 
teacher’s efforts in this regard stating that “staff are willing to go outside their comfort zone 
to introduce new programmes and give students a wide variety of opportunities and 
experiences” (Anne).Putting students in the way of such opportunities happens both inside 
the classroom in the traditional learning environment and also outside the classroom. Inside 
the classroom, subject teachers suggested that they create opportunities for personal growth 
and development of students through their teaching methodologies. As previously mentioned, 
according to teachers, promoting group and project work as well as self-directed learning 
lends itself well to student’s personal and social development.   
 
Teachers also reported providing students with opportunities for vocational and career  
development in the classroom stating that a student-centred approach to teaching and learning 
fostered career development and life-skills as students take ownership of their work and learn 
to meet deadlines and this is a very significant part of career development. Mary referred to 
the important role she plays in this regard stating that   “For career development I think I 
play a part in that because a lot of the topics I teach would be very  much business related and 
project-based so they have to take a lot of personal responsibility to meet deadlines etc. and   
this is a huge part of working life”. Likewise, Julie proposed that the skills students use in  
class are very relevant to their career development as “they use skills like working with  
others, meeting deadlines, researching….these are all skills they will use in their careers in  
the future”.  Furthermore, it emerged that teachers found themselves advising students with 
regard to subject options for the Leaving Certificate, specifically concerning their own  
subjects. Mary spoke about her role in guiding students stating “I would try to guide those  
who would be interested in a career in Business Studies, I would be guiding them to take 
either business studies or accounting for the Leaving Cert”. Helen remarked that “TY helps to  
challenge stereotypical ideas and gender roles as boys and girls do the stereotypical male or 
female subjects together”. She continued to describe the part she plays in encouraging 
students to choose subjects for the Leaving Cert that they are genuinely interested in 
regardless of any preconceptions about the subject:  
 “I would encourage any girl or boy who shows genuine interest in Ag. 
Science to choose it for Leaving Cert.  Obviously subject choice lends to 
career choice in the end.” (Helen) 
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The creation of opportunities for personal, social and career development outside of the  
classroom was also a prevalent topic of discussion by teachers during the interviews. Taking 
students outside of the traditional learning environment of the classroom and linking with the  
local and wider community to create opportunities for student’s development was perceived 
as a very important part of the teacher’s role in Transition Year. Helen noted that she  
promotes students personal development in this way by encouraging students “to see their 
local area in a  different light, to look outward from themselves”.  Michelle discussed the role 
she plays in this regard stating that  “I run the Gaisce programme which gives them the   
opportunity to set goals to develop socially within the community”. Mary referred to her  
involvement in the Young Social Innovators programme which, in her opinion provides “a 
huge form of personal and social development for students because it gives them the chance 
to really become involved in their community, to come up with creative ideas to help others 
in their community”. It was apparent that teachers felt they play a vital role in the personal 
and social, vocational and career development of Transition Year students. 
4.3.2 Role of the Guidance Counsellor – Focus on career development 
It became clear from the interview with the Guidance Counsellor that the guidance 
programme for Transition Year students in this school is anchored in career development. 
The Guidance Counsellor highlighted that it is crucial for students to “start seriously 
considering their careers at this stage in their education” and that Transition Year provides 
the Guidance Counsellor with an opportunity “to inform them regarding future career choices 
and broaden their perspectives in terms of the opportunities which exist for them”. Transition 
Year students are allocated one forty minute group career guidance class per week in which 
they “explore different topics in a flexible way [and] examine a career of their choosing in 
detail” (Anne).  The Guidance Counsellor also pointed out that students have the option of 
having one to one career guidance or personal counselling if they wish to avail of it. 
 
Although the guidance programme is “centred around career classes for Transition Year 
students” (Anne), the Guidance Counsellor highlighted that from these classes stem 
numerous opportunities for personal and social development also.  
“There are many opportunities for social interaction with other students and 
myself, opportunities for personal development through the use of online 
resources including interest and personality testing, discussion of work 
experience opportunities and other topics” (Anne)  
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Additionally, the Guidance Counsellor highlighted the collaborative nature of cultivating 
student’s development in these areas stating that her role in fostering their development 
cannot be taken in isolation 
 
“There is a team of staff who are involved in moulding these students in all of 
these key areas and consequently in ensuring that the TY programme is broad 
enough to cater to a range of interests and abilities so that every student gains 
from their involvement in the programme” (Anne). 
 
The broad consensus emerging from the interviews with the subject teachers was similar in 
that they viewed the role of the Guidance Counsellor with regard to Transition Year as 
primarily relating to vocational and career guidance rather than personal and social 
development. All teachers referred to Transition Year guidance classes and speculated about 
areas that are covered such as CV preparation and work experience preparation.  In addition, 
teachers suggested that the Guidance Counsellor plays a significant role in guiding students 
in relation to subject choice for the Leaving Certificate. It was Julie’s opinion that “The 
Guidance Counsellor may look at subject options for fifth year and help in guiding them 
towards requirements needed to gain entry to respective courses”. Helen postulated that “The 
Guidance Counsellor has a big role to play in advising students about subject choice for LC” 
and likewise Michelle suggested that “The guidance counsellor plays a massive role in terms 
of providing the guidance and understanding and support to students as they try to figure out 
what direction their lives will take”.  
 
Apart from vocational and career advice, there was a degree of uncertainty amongst the 
subject teachers in relation to the role of the Guidance Counsellor in the personal and social 
development of Transition Year students. Mary stated “I know that our Guidance Counsellor 
does take Transition Years for career guidance class and I think they do up a CV and they do 
work experience but for personal and social development, I can’t really say”. Another subject 
teacher stated that she was unsure of the personal and social role of the Guidance Counsellor 
“except in relation to ‘at risk’ or ‘fragile’ students who may be experiencing emotional or 
behavioural problems” (Helen).  
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4.3.3 Role of management – valuing Transition Year 
This sub-theme conveyed the agreement by all research participants that school 
management’s value of Transition Year has a profound impact on how both students and 
teachers engage with the programme and consequently foster the personal, social and career 
development of students. All research participants stated that their involvement with the 
Transition Year cohort was a direct result of timetabling by management. Generally, subject 
teachers were timetabled for three classes per week with TY students and the Guidance 
Counsellor was timetabled for one forty minute class per week for each TY class group. It 
was the unanimous opinion of the interviewees that the success of the Transition Year 
programme in fostering the personal, social and career development of students begins with 
management. Mary stated that “Management have to show that they are interested in the 
Transition Year programme in order for it to be a success” and Helen indicated that “If the 
school management have vision and share that with students, it can be a very life altering 
experience”. Teachers were consistently satisfied with the investment by management in the 
Transition Year programme in the school. It was suggested by the majority of research 
participants that the fact that the vice principal acted as Year Head to the Transition Year 
cohort signified the substantial value placed on the programme by senior management. In this 
regard Mary affirmed that “Our vice principal is the TY Year Head so he is very much 
management so if he is involved in it then it is going to be a very active Transition Year 
programme”. On the same point, Julie expressed that “Teachers and students see that 
management are invested in it so they maybe are more likely to see it in a positive way.” 
Teachers noted that management, in their design of the Transition Year programme, provide 
teachers with the opportunity to be creative and flexible in how they plan and deliver each 
individual subject. Recommendations regarding areas for consideration in the future planning 






Chapter 5: Discussion  
 
5.0 Introduction  
The purpose of this study was to explore teacher and Guidance Counsellor perceptions of the 
value of the Transition Year (TY) programme in promoting the personal and social, 
educational and career development of students and the role of the subject teacher, the 
Guidance Counsellor and management in this regard. The findings chapter highlighted two 
over-arching themes and seven sub-themes which emerged during the study. The findings 
suggest that subject teachers and the Guidance Counsellor bestowed great value on the TY 
programme in fostering numerous skills amongst students. The findings also unveiled that 
teachers, the Guidance Counsellor and management all play significant roles in promoting 
key areas of personal, social and career development of Transition Year students and in some 
respects these roles work in concert towards a WSA. However, the findings also suggest 
possible fragmentation of roles in terms of who assumes responsibility for a number of 
significant learning activities associated with the three dimensions of personal, social and 
career development in Transition Year. This chapter will discuss the key findings of the study 
in relation to extant policy and literature in the field and will examine the findings in order of 
the three research questions which underpinned this study as follows:  
 
1. What is the perceived value (from a teacher and guidance counsellor perspective) of 
the Transition Year programme as it is implemented in this school in the promotion of 
the personal and social, educational and career development of students?  
2. What are teacher’s and the Guidance Counsellor’s perceptions of their role in 
cultivating the personal and social, educational and career development of Transition 
Year students?   
3. What are teacher’s and the Guidance Counsellor’s perceptions of the role of 
management in supporting the personal and social, educational and career 






5.1 The perceived value of the Transition Year programme in the promotion of the 
personal and social, educational and career development of students.  
The findings of this study indicate that it is believed that students who complete the 
Transition Year programme significantly develop key skills in numerous areas. The 
development of such skills reflects the aims and objectives of both the Transition Year 
Programme (DES 1993) as well as the school guidance programme (DES 2016).  
Jeffers (2007) found that teachers are aware of how students can profit from Transition Year  
particularly in relation to how they mature during the programme as a result of the broad 
educational experience which they receive. This coincides with the findings of this study as 
the majority of research participants strongly expressed their awareness of the increased 
maturity and focus which was notable amongst those students who had engaged with TY. 
Subject teachers found that this increased maturity lends itself to better academic engagement 
in senior cycle, a notion which is echoed by Smyth et al. (2004) who state that young people 
who participate in TY tend to be more educationally ambitious and more academically 
engaged. Students who complete Transition Year tend to perform better in SC and increased 
maturity, the development of a number of key skills such as self-regulatory and 
organisational skills as well as students perceptions of stronger relationships with teachers 
have been cited as likely contributing factors to these higher performance rates (Clerkin 
2012; 2019b). Contrary to the substantial evidence in existing literature suggesting that 
students who complete TY tend to perform better in the Leaving Certificate (Clerkin 2019b), 
the Guidance Counsellor in this case held an opposing view. It was her opinion that students’ 
academic engagement in senior cycle was unrelated to whether or not they completed 
Transition Year but instead centred on the students age and level of motivation.  This 
contrasts significantly to the opinion of the subject teachers and suggests a disintegration of 
opinions in this regard. 
 
‘Working with Others’ and ‘Communicating’ have been identified as two of the five senior 
cycle key-skills which students will encounter frequently in many of the areas of the SC 
curriculum and play an important part in students achieving their full potential (NCCA 2009). 
The skills framework recognises the interrelationships between these key skills correlating 
with the notion that personal development and social competence work interdependently 
(Spence 2003), that through engaging in social interactions with others young people gain the 
opportunity to further develop their social competencies. The development of student’s 
collaboration and communication skills during Transition Year was cited as a key area of 
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development by all research participants and therefore would suggest that engagement with 
the TY programme significantly supports students in these areas as they progress onto SC.  
Additionally, the impact of the Transition Year programme on the development of student’s 
self-awareness emerged distinctly from this research study as another key area of 
development. This reflects an early evaluation of the programme conducted by Egan and 
O’Reilly (1979) which concluded that students of the Transition Year cohort were more self-
aware and more confident about career choices. Curry and Milsom (2017) highlight the 
importance of knowing oneself during the period of career exploration in early adolescence. 
During the Transition Year programme in this school, students are provided with ample 
opportunity to participate in various activities and interact with a variety of different people. 
Woolfolk (2008) states that through participation in various activities and interaction with a 
variety of people, self-discovery takes place and young people begin to deepen their 
knowledge about their skills, abilities, likes and dislikes. The development of one’s self-
awareness is the bedrock of the Career Learning and Development (CLD) model (Bassot et 
al. 2014). The model postulates that the key to effective career learning and development lies 
in the student’s development of their sense of self and that this is significantly aided by the 
opportunity to socially engage with a wide variety of people while participating in a diverse 
range of activities (Bassot et al. 2014). Moreover, the concept is also consistent with the 
career development learning framework presented in the DOTS Model (Law and Watts 
2003). This model consists of four key components which individually and collectively 
provide a framework for organising and ordering career learning. The model identifies self-
awareness as one of these key components which is fundamental to careers education (Pitan 
and Atiku 2017).   
 
“Effective teachers who establish positive relationships with their pupils appear to be a 
powerful force” (Woolfolk 2008, p.8). There is a growing evidence base showing how 
relationships with classmates and teachers deepen during Transition Year (Clerkin 2019b) 
and that these relationships can really flourish in an environment that does not over-
emphasise the academic (Jeffers 2019). O’Flaherty and McCormack (2019) in their article 
exploring teacher’s views on the concept of holistic development found that the majority of 
participants acknowledged the central place of student’s holistic development in their work.  
Current global educational reform policies however place less of an emphasis on such holistic 
education and are more heavily focussed on academic performance rates and the production 
of human capital (Ball 2003). Moreover in an education system that is greatly dominated by 
33 
 
such a high-stakes public examination as the Leaving Certificate (Jeffers 2011), the ongoing 
focus on summative terminal exams can result in teachers focussing on their own subject 
areas thus prohibiting a more holistic view of education (Gleeson and Ó Donnabháin 2009). 
In this study however it emerged that teachers felt that due to the absence of exam pressure 
they were able to place Transition Year student’s holistic development at the centre of their 
work allowing the teacher-student relationship to flourish. Student’s improved ability to 
positively relate to teachers carries through to senior cycle following Transition Year (Clerkin 
2016). This was consistent with what was found during this research study as participants 
strongly agreed that the development of the teacher-student relationship strongly impacts how 
students engage socially and academically in SC. This concurs with the notion that when 
positive relationships between teachers and students develop and students are met with 
personalised and caring learning environments, student’s engagement and achievement is 
positively impacted (Klem and Connell, 2004).  
 
Undoubtedly, the results of this study indicate that teachers believe that TY has a significant 
positive impact on the students who choose to undertake the programme. Conversely, 
however, a study undertaken by Clerkin (2013) suggests that students from a higher socio-
economic background are more likely to have the opportunity to undertake the Transition 
Year programme than those from disadvantaged backgrounds due to the fact that schools 
which have a greater concentration of pupils suffering disadvantage, are least likely to offer 
the programme. In light of this, the researcher questions whether the social inequalities within 
education may be exacerbated in light of inequities in student’s  access to TY.  
 
5.1 Teachers and the Guidance Counsellor’s perceptions of their role in cultivating the 
personal and social, educational and career development of Transition Year students. 
 
5.1.1 Teacher’s perceptions of their role  
The subject teachers interviewed in this study were allocated three forty minute class periods 
with Transition Year students on a weekly basis and emerging strongly from this research 
study was the consensus that through their interaction with students, subject teachers play a 
significant role in the advancement of student’s personal, social and career development 
skills. This influence of subject teachers on the student’s development is consistent with 
Woolfolk’s (2008) suggestion that as young people progress through the various 
developmental stages, they are heavily influenced by various social interactions and 
34 
 
significantly so by their interactions with teachers. Inside the classroom, Transition Year 
students profit from their subject teacher’s creativity and ingenuity regarding the manner in 
which they deliver their curriculum content and this lends itself well to the stimulation of the 
students own creative abilities. This is consistent with the idea that teachers play a pivotal 
role in the stimulation of the creative thinking abilities of students, their ability to reflect 
creatively on their own interests and talents as well as creative problem solving (Wolska-
Długosz 2015). Teachers in this research study described how the teaching methodologies 
they employed with Transition Year students put the students at the centre of their own 
learning experience and gave the students ownership and responsibility for their own 
learning. In this way, teachers become facilitators of their students learning and “install the 
spring which will elevate the student to a higher level of his development" (Wolska-Długosz 
2015, p.1).  
 
Adolescence is the time when educational commitment to career choices is made (Sharf 
2013) and in relation to vocational and career development, many people including teachers 
work indirectly in the area of career guidance helping prepare students for their future careers 
(Inkson at al. 2015). Due to the specialist training of the Guidance Counsellor, her role in this 
regard is undoubtedly of central importance (DES 2009; IGC 2012), however it emerged 
from this study that subject teachers also make a valuable contribution in this area. The 
teaching approaches and learning strategies employed by the teachers in this study are 
consistent with the methodologies suggested in the Transition Year Guidelines and help 
students develop “transferrable critical thinking and creative problem solving skills” (DES 
1993, p.2). The ability to think abstractedly flourishes through activities such as group work 
(Fung 2014) and plays a vital role in facilitating career planning (Sharf 2013). In light of this, 
teachers in this school contribute significantly to the development of students vocational and 
career decision-making skills.  Additionally, teachers support student’s career development 
by acting as role models in relation to career choice (Woolfolk et al. 2008). A specific 
example of this work became evident when interviewing Helen as she spoke about her role in 
encouraging young people to pursue subjects and career options based on interest and ability 
regardless of any preconceptions about the subject or career being male or female orientated. 
As gender stereotypes in occupational decision making can influence career choice as young 
people begin to classify occupations as male or female in line with their understanding of 
sex-roles (Gottfredson 1997), such work with students is undoubtedly indispensable to their 
career decision-making skills.   
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Learning outside the classroom can help students “to improve their understanding, skills, 
values, personal and social development and can act as a vehicle to develop young people’s 
capacity and motivation to learn” (CLOTC 2020). The research participants of this study 
recognised the numerous rich learning opportunities which exist outside of the traditional 
learning environment of the classroom and they spoke about their efforts to put Transition 
Year students in the way of opportunities for growth and personal development. The 
teacher’s endeavours in this regard strongly reflect the objective of the TY programme “to 
dispel the notion that learning is something that happens only, or even most effectively, 
within the classroom” (DES 1993, p.4).  
 
5.1.2 Perceptions of the role of the Guidance Counsellor  
Guidance in schools consists of “three separate, but interlinked areas of personal and social 
development, educational guidance and career guidance” (DES 2005, p.4). The Guidance 
Counsellor in this research study was allocated one forty minute class with each Transition 
Year class group on a weekly basis. She indicated that her work with Transition Year 
students during this time was primarily vocational and career orientated. She stated that this 
is the case because at this stage of their education students need to begin to think seriously 
about subject options and career choices. The Guidance Counsellor however indicated that 
she also plays a vital role in the personal and social development of students. She suggests 
that opportunities for personal and social development also arise during career focussed 
classes as students interact with one another and work together to complete career focussed 
tasks. This prioritisation of vocational and career education by the Guidance Counsellor may 
also suggest however that the Guidance Counsellor is limited in what she can achieve with 
students on a personal and social level as well as on a vocational and career guidance level 
within one forty minute class period per week. The restricted time allotted to guidance 
counselling for Transition Year students also suggests that perhaps prioritisation is given by 
management from a timetabling perspective, to other year groups outside of Transition Year.  
 
It was also the opinion of the subject teachers that the work of the Guidance Counsellor in 
relation to Transition Year students is anchored primarily in vocational and career 
development. This view is not surprising as it has been found that “the highest level of 
satisfaction with subject choice for the Leaving Certificate is experienced by students who 
primarily consulted their guidance counsellor” (DES 2009, p.24). The work experience 
component of Transition Year is a vital element of the programme (DES 2000) and 
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significantly aids young people in connecting the classroom with real-life experiences of the 
world of work and adult life (Clerkin 2019b). The majority of teachers in this study referred 
to the work experience component of Transition Year and speculated that preparation for this 
element of the programme formed part of career classes. This assumption by teachers reflects 
the theory that in order to fully benefit from such experiential learning opportunities, students 
need to be well prepared in advance of the placement and also require sufficient opportunity 
for debriefing and reflection afterwards (Moynihan 2015; DES 2000).  
 
Similar to the Transition Year programme, the Leaving Certificate Applied (LCA) 
programme incorporates work experience modules with the aim to prepare students for adult 
and working life (DES 2000). In the LCA programme however, 240 hours over two years are 
dedicated to Vocational Preparation and Guidance (Gleeson 2002) and therefore students 
have sufficient time to develop the learning achieved as a result of each placement and set 
goals to apply this learning to the subsequent placement (DES 2000). In the TY programme 
in this research study, students embark on two separate work experience placements. The 
Guidance Counsellor in this case alluded to discussion of work experience opportunities and 
other topics in class however she stipulated that this “depended on whether time permits” 
(Anne). This lack of focus on the preparatory and reflective elements of work placement 
raises the question as to whether TY students are fully benefiting from this component of the 
programme.  
 
Teachers also displayed a level of ambiguity concerning to the role of the Guidance 
Counsellor in relation to the personal and social development of students suggesting an 
uncertainty of her role outside of vocational and career support. It was suggested by one 
teacher however that an element of the role of the Guidance Counsellor was to help students 
who “do not have the confidence or belief in themselves to achieve success…..it might be as 
simple as them being the first person in their family to sit the Leaving Certificate” (Julie). 
Undoubtedly, this clarifies the notion that educational and vocational guidance are also 
deeply personal (Watts and Kidd 2000) and that career issues and personal issues cannot be 
so distinctly separated (IGC 2016). Some students require significant assistance to become 
aware of the benefits of completion of senior cycle and progressing onto further education, 
especially those who come from backgrounds where there is little or no history of this (DES 
2005). The researcher questions whether it is feasible to expect the Guidance Counsellor to 
meet students’ needs in this regard within such a limited timeframe. From a timetabling 
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perspective, the limited hours assigned to guidance counselling provision for Transition Year 
may indicate that management place a greater value on prioritising year groups other than 
Transition Year in the allocation of guidance resources. The Guidance Counsellor however 
indicated that the onus for the provision of guidance to Transition Year students does not fall 
solely on her as the holistic development of Transition Year students depended heavily on the 
input of all staff, an approach which accords with a WSA to the provision of guidance in 
Transition Year (DES 1993).  
5.2 Perceptions of the role of management in supporting the personal and social, 
educational and career development of Transition Year students 
All research participants were unanimous in the opinion that management play a very 
significant role in promoting the personal, social and career development of students as the 
value they place on the programme and how this value is made apparent to staff, students and 
parents strongly influences how the programme is perceived and embraced by students and 
staff alike. In this research study, it was clear that management placed substantial value on 
the programme and according to the research participants this was evident in the way the vice 
principal acted as Year Head to the Transition Year cohort. This was perceived by all 
interviewees as a significant contributing factor to the success of the programme in the school 
as it demonstrated the strong value placed by management on the programme. This is 
consistent with Jeffers (2010) findings that the success of the Transition Year programme 
within a school relies heavily on the value that management place on the programme as this 
impacts how the programme is embraced from a whole school perspective.  
 
Undoubtedly, management play a significant role in determining the ethos of the Transition 
Year programme which they wish to implement in their school. Jeffers (2007) suggests that 
excessive emphasis on the academic during TY can be detrimental to the personal and social 
development of students. Research participants in this study unanimously spoke about the 
flexibility they enjoy in the design and delivery of modules for Transition Year students, 
which place less emphasis on academic attainment and instead aim to promote the holistic 
development of students. The findings here suggest that the way in which the TY programme 
is implemented in this school strongly reflects the wider school culture of promoting the 
holistic development as is reflected in the school mission statement. This reflects Jeffers 
(2011) concept of ‘domestification’ or the manner in which schools mould a Transition Year 
programme to fit with their existing ethos.   
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Mirroring the autonomy of school principals in the design, timetabling and implementation of 
Transition Year, post-primary principals also hold the power in timetabling guidance 
counselling provision. The Guidance Counsellor in this study indicated that in addition to the 
weekly Transition Year guidance class, TY students “have the option of having one-to-one 
counselling if they wish to avail of it” (Anne). Undoubtedly, the Guidance Counsellor in this 
case strives to ensure that all students have access to appropriate guidance as stipulated in 
article 9(c) of the 1998 Education Act. However, research shows that there is simply not 
enough personal and social supports available to students (IGC 2016; ASTI 2013). This 
coincides with the findings from this study which suggest that the provision of just one single 
forty-minute guidance slot for Transition Year students may be inadequate to meet their 
needs in all three dimensions personal, social and career guidance.  
 
5.3 Conclusion 
This chapter critically analysed the overall findings of the study. The Transition Year 
programme in this school is highly valued in relation to the development of a number of key 
skills amongst students. While participants spoke about a whole school approach to TY, there 
is some uncertainty as to how that was lived out in practice, with different people assuming 
responsibility for a number of significant roles in relation to the personal, social and career 
development of students. This perhaps indicated potential fragmentation in the delivery of the 
programme within a whole school approach. Chapter 6 will present an overview of the 











Chapter 6 Conclusion  
 
6.0 Introduction 
The purpose of this chapter is to present the overall findings and conclusions within the 
context of the aims and objectives of this study. The strengths and limitations of the study are 
identified and the researcher will propose areas for consideration for future policy and 
practice. Finally, the chapter will conclude with an examination of the reflexivity of the 
researcher in terms of personal learning.  
6.1 Overview of findings  
 
The overall aim of the research study was to explore teacher and Guidance Counsellor 
perceptions of the value of the Transition Year (TY) programme  in promoting the personal 
and social, educational and career development of students and the role of the subject teacher, 
the Guidance Counsellor and management in this regard. The findings highlighted that the 
Transition Year programme, is highly beneficial to student’s personal, social and career 
development (DES 1993; DES 2005). It acts as a bridge for students between Junior Cycle 
and Senior Cycle (Moynihan 2015) yet is fundamentally different in nature to the Leaving 
Certificate Programme as it is non-academic in nature and strives to offer a broad range of 
diverse learning experiences for students (NCCA 2008). It was found in this study that during 
Transition Year students develop a sense of maturity and focus, cultivate a broad skills-set 
and develop positive relationships with teachers and all of these developments contribute 
significantly to students success at Senior Cycle (Clerkin 2012; 2019b). The results of the 
Hearne and Galvin (2014) study on the role of subject teachers in a WSA to guidance suggest 
that teachers perceived student wellbeing support as a fundamental part of their work.  The 
same appeared to be true in the case of teachers in this school, as it emerged strongly that 
student’s holistic development is at the centre of teacher’s work. Additionally, it emerged that 
subject teachers also contribute significantly to the career education of TY students. Teaching 
methodologies employed by teachers facilitated the development of student’s ability to think 
critically and abstractly which is key in facilitating career learning (Sharf 2013).  In relation 
to the Guidance Counsellor, her role in the personal and social development of TY students 
appeared limited as she was timetabled for just one career guidance class per week with these 
students in comparison to the average three classes for subject teachers. This may suggest 
that management prioritise other year groups other than Transition Year in relation to the 
timetabling of guidance hours. It was the perception of subject teachers that preparatory and 
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reflective activities for work placement were being conducted during career guidance class 
however due to the lack of timetabled guidance classes students may be lacking exposure to 
such activities which are imperative in order to fully benefit from work placement (Moynihan 
2015; DES 2000). It was the perception of the Guidance Counsellor that her role in relation to 
the provision of guidance to TY students could not be taken in isolation and is a whole school 
endeavour, a notion which is heavily promoted as a model of best practice in the delivery of 
guidance counselling (Hearne and Galvin 2014; Hearne et al. 2016).  The value which 
management place on the TY programme in a school impacts how that programme is 
embraced by the wider school community (Jeffers 2010). In this study it emerged that a less 
academic focus and a more holistic emphasis in Transition Year allows for a programme 
which better meets the holistic development of students. However just one timetabled class of 
career guidance per week may be insufficient to ensure that TY students benefit adequately 
from a programme of study which shares a very comparable philosophy to that of the 
guidance service (DES 2005; DES 1993). 
6.2 Strengths and limitations of the study 
A key strength of this study is the methodology employed by the researcher. An interpretivist 
(qualitative) approach to this study was followed which allowed the researcher to gain an in-
depth understanding of the topic being investigated (Thomas 2017).  The use of Braun and 
Clarke’s (2006) six phase process of thematic analysis allowed the researcher to be thorough 
yet at the same time flexible in her approach to the analysis of the data (Braun and Clarke 
2006). This approach facilitated the emergence of two broad themes as well as seven sub 
themes in relation to the perceived role of the research participants in the fostering of the 
personal, social and career development of students.  
 
The researcher acknowledges that the focus of this research study was confined to one post-
primary school and this may be identified as a limitation of this study as generalisations 
cannot be drawn from the scope of the study (Denscombe 2014). Moreover, the researcher 
further acknowledges that the study investigated the perceptions of five female research 
participants, four of whom were subject teachers of the Transition Year programme and one 
of whom was the Guidance Counsellor. These results may not reflect the perceptions of all 
teachers of Transition Year within the school. Additionally, the researcher acknowledges that 
the population investigated for the study did not include management and their perspectives 
on the Transition Year programme may be different. As there are likely to be many different 
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perceptions of the Transition Year programme amongst the entire staff and amongst staff in 
other schools, ensuring reliability in the traditional sense (Merriam and Tisdell 2016) was 
challenging.  
6.3 Areas for consideration 
 
Arising from the findings of this study a number of recommendations for policy and practice 
are put forward for the future planning and implementation of a Transition Year programme. 
6.3.1 Considerations for policy 
 It was found that the Guidance Counsellor plays a central role in the delivery of a 
WSA to guidance as specified in relevant policy documents (IGC 2012; NCGE 
2017a; NCGE 2017b;). However, her role in relation to the delivery of a whole school 
approach to Transition Year is not explicitly specified in policy documents despite the 
aforementioned links between the two programmes.  It is the opinion of the researcher 
that this is worth exploring.  
 The essential role played by subject teachers in the personal, social and career 
development of Transition Year students has received very little attention in research 
to date (Hearne and Galvin 2014). The current guidelines on the Transition Year 
programme go some way to addressing this however the researcher suggests that 
further exploration in this regard would be valuable.  
 
6.3.1 Considerations for practice 
 At a school level, schools need to recognise and address the significant links which 
exist between the Transition Year programme and the whole school guidance 
programme. These links could be reflected in the timetabling of more guidance 
classes for Transition Year students. In addition, subject teachers could be given more 
responsibility for the preparation of students for work placement as well as supporting 
students in the reflection on placement. This would support a more integrated whole 
school approach to guidance (Hearne et al. 2016). 
 Finally, the significance of the role of subject teachers in the fostering of students key 
skills in the areas of personal, social and career development must be acknowledged 
by management and reflected in the increased involvement of teachers in the planning 
of the Transition Year programme from a whole school perspective. Schools have 
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significant flexibility in the type of Transition Year programme which they make 
available to their students (DES 1993), and teachers should be further consulted in 
relation to planning the Transition Year programme and identifying the most 
beneficial types of educational experiences which should be afforded to students.    
6.4 Reflexivity in Relation to Personal Learning 
Reflexivity is central to research as the researchers themselves are part of the social world 
that they are studying (Cohen et al. 2018). This is relevant to the researcher who herself 
works as a subject teacher and Guidance Counsellor. It is said that conducting research 
changes the researcher in many ways (Palaganas et al. 2017), and the researcher can identify 
with this statement. She now feels that she has an increased awareness and understanding of 
what teachers perceive as the role they play in moulding the lives of young people beyond the 
delivery of their subject curriculum content.  The researcher has always felt that her role as a 
subject teacher extended far beyond the delivery of her subject area and instead contributed to 
many aspects of student’s holistic development. Aware of her own preconceptions in this 
regard, the researcher adopted a reflexive approach throughout the duration of the research 
study and remained aware of her personal views (Cohen et al. 2018).  
 
The findings of this research project are of significant importance to the researcher as she 
embarks on her career as a Guidance Counsellor and will most likely be involved in the 
provision of guidance to Transition Year students as well as the provision of guidance to fifth 
and sixth year students. The personal learning gained from conducting this research project 
aids the researcher in remaining mindful of the very significant role played by subject 
teachers and management in the personal, social and career development of students, which is 
of the upmost importance when working collaboratively towards a whole school approach to 
Transition Year and towards a whole school approach to guidance.  
6.5 Conclusion 
This chapter concludes the research investigation. An overview of the main findings in the 
context of the aims and objectives of the study were presented. The strengths and limitations 
of the study were then specified before a number of recommendations were presented. 
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Name: (please print): __________________________ 
Signature: ___________________________________ Date: ______________ 
Investigator’s Signature ________________________ Date: ______________ 
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Teacher Interview Questions 
 
Part 1: Introductory Questions 
 
1. How long have you been involved in teaching / working with Transition Year?  
2. What is your current role in TY?  
3. Have you ever had a different role in TY? If so can you discuss this?  
4. Why did you get involved in TY? 
5. Do you enjoy working with Transition Year?  
Part 2: Teacher’s perception of their own role in cultivating the personal and social, 
educational and career development of Transition Year students. 
1. Discuss your opinion on the role you play in the personal, social and career 
development of Transition Year students.  
2. How does personal, social and career development feature in the planning and 
delivery of your subject?  
3. Does your approach to teaching and engaging with TY students differ from your 
approach to teaching and engaging with other year groups? If so, how?  
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Part 3: Teacher’s perception of the role of management in cultivating the personal and social, 
educational and career development of Transition Year students. 
1. Discuss your personal view on the role of school management in cultivating the 
personal and social, educational and career development of Transition Year students. 
2. Discuss your personal view on the role of the Guidance Counsellor in cultivating the 
personal and social, educational and career development of Transition Year students. 
Part 4: Perceived value of the Transition Year programme in the development of the personal 
and social, educational and career skills of students.  
 
1. In your experience of teaching fifth and sixth year students in the past, are there 
any notable behavioural differences in students when comparing students who 
have undertaken TY with those who have not? 
2. In your experience, does taking Transition Year have a direct impact on the 
subjects or the level of subjects that students choose for Leaving Certificate? 
3. In your experience of teaching fifth and sixth year students in the past, are there 
any notable differences in how students engage academically with the Leaving 
Certificate course when comparing students who have undertaken TY with those 
who have not? 
4. Discuss your opinion on how Transition Year is viewed by the teaching staff and 
management in this school.  




Part 5: Whole school planning of the TY programme 
1. Discuss your view on the main needs of TY students. 
2. What greatest contributing factors of the Transition Year programme to student’s 
personal, social and career development.  
3. Discuss any recommendations you could make to inform future planning of 
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Guidance Counsellor Interview Questions 
 
Part 1: Introductory Questions 
 
1. How long have you been involved in teaching / working with Transition Year?  
2. What is your current role in TY?  
3. Have you ever had a different role in TY? If so can you discuss this?  
4. Why did you get involved in TY? 
5. Do you enjoy working with Transition Year?  
Part 2: Guidance Counsellor’s perception of her own role in cultivating the personal and 
social, educational and career development of Transition Year students. 
 
1. Discuss your opinion on the role you play in the personal, social and career 
development of Transition Year students.  
2. How does personal, social and career development feature in the planning and 
delivery of your subject?  
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3. Does your approach to teaching and engaging with TY students differ from your 
approach to teaching and engaging with other year groups? If so, how?  
Part 3: Guidance Counsellor’s perception of the role of management in cultivating the 
personal and social, educational and career development of Transition Year students. 
1. Discuss your personal view on the role of school management in cultivating the 
personal and social, educational and career development of Transition Year 
students. 
Part 4: Perceived value of the Transition Year programme in the development of the personal 
and social, educational and career skills of students.  
 
1. In your experience of teaching / working with fifth and sixth year students in the 
past, are there any notable differences in the career guidance needs of students 
when comparing students who have undertaken TY with those who have not? 
2. In your experience of teaching / working with fifth and sixth year students in the 
past, are there any notable behavioural differences in students when comparing 
students who have undertaken TY with those who have not? 
3. In your experience of teaching fifth / working with and sixth year students in the 
past, are there any notable differences in how students engage academically with 
the Leaving Certificate course when comparing students who have undertaken TY 
with those who have not? 
4. In your experience, does taking Transition Year have a direct impact on the 
subjects or the level of subjects that students choose for Leaving Certificate? 
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5. Discuss your opinion on how Transition Year is viewed by the teaching staff and 
management in this school.  
6. In your opinion should Transition Year be compulsory for all students?  
 
Part 5: Whole school planning of the TY programme 
1. Discuss your view on the main needs of TY students. 
2. What are the greatest contributing factors of the Transition Year programme to 
student’s personal, social and career development?  
3. Discuss any recommendations you could make to inform future planning of 
Transition Year to enhance the personal, social and career development of 
students.  
 
